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- ‘The term""deve*lopment"-'has—-recentlpentereijhe vocabulary SE°

teacher..educator,s,._joining.the.more.familiar_tems,Leducation" and

’\t
7

"trsining." Despite ,current.interest in teacher development, how=

IS «—-A

‘ve"ver, no unified perspective guid"es research and practice. Teaﬁ:er

- educators use the term to,mean different things, ‘and: researchers study

"
= T e - - [ A - — _a(_, -y o <
>

e

’the process from. different vantage points. Persons responsible for .

N L.
-M-teacher.,education progran'(s have reason. to- ‘be’ confused by all this

. e o
: - T e @

talk about ‘teachér dev’elopment. What. exactly are. different advocates

trying to~do# why? What -are.the reasons: for believing that their [.

- .

- reconunendations will accomplis'x their goals? Might some . of;, the

- . N

g-

,-

activities under.taken in support -of teacher development contribute ' .

Lo

,"' to. the realizatioi of other goals"/ In this paper we vxamineﬁt[hese ’ R “
/ questio"ﬁs in, relation ‘to three approaches 0. teacher education, each T wj’_ﬂ?
- \of 7which__charvacterizes Mitself as developmental. For each approach, _4 ﬂ?@fi’
we provide a brief twerview, Aa‘n analysis of‘ "ecom;nended goals and“ ‘ |
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uide to Teacher Developmentl

P 3 ,

Sharoaneiman andakobert Floden
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. 1 . "i‘»? ‘,‘_ I T ‘A ‘ K!- -

n .

;- .' , The term "development" has recently entered the vocabulary of

"training," The professionil literature speaics of ﬁnurturinmgw pro= ~'

R B " o e :
fessional growthiand supporting professional developnient, -8 striking

T - R . T ,t, i

N contrastwto ~the rhetoric of competency-based training ‘80 popula just

‘;%- Ada\‘sho’rt ‘time: ’ago- / TR R . R : ”‘ %:wm
';mi ‘ "I,)espoite current interest in teacher deveiopment however, \no ‘ ’
- unified perspective guides research ahd practice. Teacher educators i
& : [ : o

. ..,1 use ‘the, ,term= to: :nean different chings' researchers study the.~process T L E

' . from different vantage 4points., ‘ Programs are supposed,tto meet thet\

RN developmental needs of teachers and be evaluated in: Eerms of their

R _ - -
¢ RIS RN " -— -

= - RIS DO,

s T contribution to teacher development. ‘I’he problem is that various advo-—

......
. ..

i e i s v s
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R seem«unawar& -of ~a1ternative»

ELAY
P e -

/ 7 -*—'Persons responsibie 'for teacher educabion Nprograns have reason

fﬁ;“ ;i, to be~ confused b}' a11 this talk about teacher development. What

exactly are: different advocates* trying to do and why? What dre the q

SRR T L . g . R
” : Co 1The work reported herein is; sponsored by 'Eranslating Approaches to
i . Teacher Development in Criteria for Effectiveness Project, -College -of
: Education, Michigan State University. This project is. primarily funded
sy e by the National Institute -of Education. ) e o e
Yoo “ 2Sharon Feiman and Robert Floden are both. associate professors of
Tea cher: Education at Michigan State University. | . .
br R - ».:.,__ I,. .,J.M - K . ’ .
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reasons for believing that their recoumenﬂ'ati o;g;wﬁ:i'l], accomplis’n their .-

) ‘"‘In‘;ttits*paper-"wa—examtne%haae—-questions—{n—-relation_to_three S—

oo

o A‘approaches to teacher eflucation each of which characterizes itself ] .,

.l-

. as; ““developmental" (Feiman & Floden, Note 1) 'I.‘he approaches can be

.
- <

‘distinguish.ed by ,their'associated'- groups*of*researchers~and prac-v el

S S _....,._,__J,‘,_,_W o e e

titioners. The first grows .qut: of the: work of Frauces Fu11er .and” her» )

vcollaagues at the ‘Research and Development- Center for '].‘eacher Ed-
¥

[
—-—re

ucation at the University ,of '].‘exas in Austi,n.. The second ‘has ‘heen

¢ .. N

e‘laborated mainly by ~facu1ty~of ,the Departnnent of Psychoeducational :

- W

~btud»ies at: t:he University of Minnesota and by their students. ”he

third approach is associated with a more widely dispemed group,

/primarily 1eaders ,of >teachers centers.. -

- °
“ B

Y — " - ;— -
-

concerns and used it to design preservice programs._and inservice

"'

. appliéati‘ont '.I.‘he Minnesota group has app1ied cognitive-developmental

R s o e e o e ‘. g ——

theories £0 the éesi!gn of preservice and inservice interventions.
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d elopmental .terms,

rI"or =ach approach we provide a {brief overview, an analysis

aof recmmended :goals and strategies, and & critique of their Justs . —
,Aification. While goals fqr teacher education cannot bev derived
el -

directly from developmental models, the end-’states of development do

;influence thinking about desirable outcomes. Similarly, there is RO~ P

,,,,,

s ° .

treatment *’Nevefthe‘l'eé,s_,,. if something is known about ‘how: developmental

- .
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changes occur, presumably a: more informed basis exists for designing o ‘:"

appropriate intervlentions or creating the necessary conditions.- ) " ’ﬁ . _. :

LT ) It i; our-hope thet this_l_cind ‘of anelysis can help readers o ' _
LT i T 1 P 3

: detemine sAhe’ implications f ‘ elopmental perspective for their ) ‘ #
w:ow:tu‘prof;;ionalﬂpr;;ce ' R i _ o
S N P  UCC

L e L .Developmental-Models- Based on: Stages : s N E
: et & [ ofsConcern: Z,Euller,‘;&;ﬁalllé-;-—;ﬁ— iy e
T — N IC T . o : .« s
- The first approach, grows out of Frances. Fuller g formulation of. ;

X tﬂ ) - StageS.p_eople ~pes,s_ through\ as. they gain experience in 1teaching. ' Lo \
5 ‘." L - \Initially, Fuller (1969) posited a two-stage model of teacher concerns . ;
;; {')A _» - based onbconvergences in the empirTcal ~literature and.-on her own. clinical 6_
o : a -gbseryations;. ‘Qver a lO—year period the model was elabo.rated to include “
o i‘ R "t?hfeﬁ‘;':sta-SQS‘- “The first Stage is céﬁ'sidered -a-survival /sjtag'e:~ Téachets.
AV o .‘,a‘re"preoccu'pgiedéui'th thei‘r.' own adequacy as- teachers. The second stage -~ —:9-;
iw T i o is considered a mastery stage: Teachers concentrate -on performanceh, and . B
g,:——wiw”:_. th::ir concerns focus ons the teaching tas,k or theﬂsituation at han“d.— ‘Inm ”
jv e ’ the: third stage teachers either settle in;:o stable routines and resist -
‘ : - . ‘ ‘—;change, or they become consequence—criented concerned about“their ', -
: it;lpact onspupils, ‘and open to feedback abautmthens_el:res a"uller, Parsons,m mm*ﬁ

Y - o - . [ - veo T oX
ewadds, TN T . T s

’ ;: o llow do teachers move throughethis sequence of concerns? ‘In an' A "’
R - — . ; sl
' N early“reference, Fuller (Fuiler, Peck Bow:n,, White & ‘Garrards; Note: 2) w-—’-
= ] . N Lo ) e s
;; B = _ ) o ,connécts' ‘the ‘stages: of concern with‘ﬁMas‘low s-hierarchy; of needs: N [
? . *! "Early concerns can be. thought of as- ‘more potent security needs and H o I‘L
i Lo
;g’ later concerns as: .t,ask-or:tented and self—actualizing needs which onlL M: ) ‘ ﬁ
;{ S i appear after the prepotent security needs have been sati..,fied" (p. 5). * 7
“ - This Nsuggest‘swthat -gurvival concerns BUst be resolved before concerns ,
B U

., e




about teaching and its impact on, students can emerge. thle little research

e T . B

- has been -done .on the factors that, influence transitions through the stages, ol
. .‘o.~/¢;,dm.«. - e - . i
L R
~f"‘“the*general‘attitude seems tone that teachers advance through stageso‘ L

‘ . n_ - 0 s _ "
—1 4,
w1tn 1ncreasing prof“Ssional preparation, wilh ifcr ng teachiﬁg‘v I
' - - 3
experience, with special treatment and with increasing expertise“ (Fuller,__ 3
v B v . < - 3
v . . - T - - e P g e s S

i Note ‘3)‘. - Yoo . - . T

Fuller 8. research was.motivated.by a commitment to’ make,teacher . S

"education more felevant, more attuned 'to the need; that. teache.s T ;
- : . % RS .. o
+ .themsélves egpressed, The objective on the Teacher Concerns.Statement * f
e , ' ; |
‘ .:§3A§e?i‘$ﬁf@¢tﬁré4 i@?tFQQént=uséd in~the<early_studies).statesvthis ;-i .
‘cémmitm?nQQ "The punééée'bf thié‘fOrm.ié)to di§¢;vef what ;eaChers are U

s * concerned about at different‘points in their careers. ~With;this- )
i information, teacher educators can include in teacher education what”‘i_%u ;5;%

'iA teachers feel that need to know. By making ‘the content of teacher B S

- - -

education more. congruent with achers concerns, Fuller be] ieved that
! ki

motivation for learning would be harnessed dand. teachers would be -

.,,_.,A._-..-»m—— Tae
— e . v

3P - T —

more interested and: satisfied with their professional preparation.Aw

e - < PN
v—r—'-“" l - T 1 r - - hd

EE oo . g “'r““"“"” -
T Cene Hall and ‘his: collaborators at Texas have adapted Fuller 'S e

B B b
- ! - e ;

S —~—~“stages of concern to the process of adopting innovations\ Hallfs Lo

v - v A S — - - - e e . "
! T ;e e '

> h(ﬁ. . work.represents a major extension of'Fuller’s work with‘implications _
d «for staff development. We revie¢ it here partly to illustrate that o j: ;L
- . .-"Zstaff development does not always involve teacher deyelopment. ‘; o ki
‘ . b cording to the- Concerns~Based Adoption Model teachers follow-v vi L{
' ..a predictable pattern of‘growth in their feelings about the skill in oL
2 i N8 - - . 3

- PR ;zusing*a;neW"programm Seven stages of concern ‘have: been identified ) e}

'that describe ‘how teachers feel about -an innovation. Ihey range fromj:

t}concerns’about ‘How 'the innovation will affect them personally to con-
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cerns about how to carry out the ‘tagks usingf the*‘innovation, and.

Lo - . - M’.mww"w - -““\‘.. . :'1
fo finally“ to. concerns about the impact of the innovation on pupils. " " B
'l'he model also includes .an Opportunity for researc'hers .to describe ) Lo
Co ’ = ERPE S
. changes in teachers behavior during implementation . Eight 1eve1s - o
of .use-of an innovation have been identified. - They mQVeffrom non-use «*r”‘:
- through mechanical and routine use : ,r&inement, integration, .and -
3 - a1 . .l .o x . c i . 5:
renewal, * : : . - .~ ' '
3;*: . . . 2 ) N . ’: . \‘ . . .- - N },,-,_,A:, Y
R ;—:‘-f. . - \ - ~ I ~ . . L ¢
i ’ : Concerns About Impact as Goals for 'l‘eacher Education s ) ’
’ " . For Fuller and Hall,.«the highest stage of development is, charac- ‘
w - ° . . e - l '
! ‘ ) 'terized by concerns about t'be impact of 'teaching on° students.\ Both PR
. r\gsearchers advocate this stage .as a desirable, thougn not easﬁy o
b o A2 . - T T
Lo attainable, goa]. for teachers. . [ n 'A Y
s A - SRR A
T > e Teachers at~-Fuller S: 'third stage are concerned about wheth,er : -
f"‘w —~ S jpupils learn what is taught, what. t‘hey actually need to learn, .and & ‘* ;_
? ) about the adequacy of the.: teacher S -own- contribution to student” f -
' - ‘*1ear'ningﬁ S T \ . ' B . ’
o —When= concerns —are 'mature,’ ”‘i””e'.w characteristic of -
R ! experienced superiof’ ‘teachersy concerns -seem 'to. focus ‘ R
; ~_ on pupil gain. and- self evaluation -as’ opposed ‘to personal gdin ¥ S
oo, gain and evaluations by ‘others. _Thé” specific -concerns: s
— we. have- observed are comncern about ‘the -ability to under- oo
L ) : stand pupils capacities, ‘to specify objectives for. them, e
et . zto -asseéss their-gain, to:parcel out one '8:.oun contribution . PN
to pupils' difficulties and gain ‘afd. to evaluate oneself T .
R - in. terms: ofﬁspupilﬂgain. (Fuller, 1969, Pe 221): ‘ . . C
SPREAN * ’ - ' ERE
2 T A major goal of "teacher education is to move’ teachers toward o
- oo the stage- of impact concerns. "our objective,‘"’ Ful_ler (Note' 3) T
ri - ) writes, 'is ‘to mature the concerns of students, that is, to move -~ - - ;
. * - undergraduate education students from concerns about themselves ;
* toward concerns about’ pupils »‘ )MWhy”"' ecause..better teaching Ak
v o T Ty s
-

-, . ‘
T A .o
. " - W~ " )
- . - LT
- - 1 ~ r - - LA o
” - Y - ___’_’_’n»—""""‘ -

. - S NI —

[ - - . L . . .
‘ L -3 % i . .
N - - - ha - - g - .

in probably associated with concerns about pupils ratfxer than concerns

. a'bout;zself"f.‘ .(Fuller‘-«&; Bown; 1975, p‘.-llO):
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- -ty : A < ] ¢ ' - oS
. ] . . . ) 6. \-4 . 3
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v LS :

) . Fuller seens. to take the: position that being a. good teacher 7 .
means being conccrned abeut pupils' 1earn:k:g This ‘is t:ertainly e
hd . :' ) N N ‘} ) K ‘:’
; i Lo plausible but incomplete.“ Being: concerned about pupils learning . T

" ,l,‘..._‘ A= a
v

;,,w-ll.»——wrmy not result in ‘their learning,, nor. does it guarantee ‘that:-the - 1. B~

__.,..a_.._.a

- . ) teacher will be able ‘to- bring .about such fearning. Being concerned . -
Eau Ve AR .o - o
e .« ..t  does mot include the’ capacity to act., . . - ' L
" e, » 4. fhere is another problem with impact concerns as "4 -goal® for . g
‘ Cetn + ., teacher education.' Impact concerns .are 80 general that they include T '
"1 .o o ; all kinds of outcomes. ] Presumably a teacher concerned about having ‘

: _1‘;’-,\. LT his/her students master grade—level facts and skills vould be, - ' oo . ‘
:;‘—?\ - ‘ ,j considered just as-mature as a. teacher concerned about having stu~
i » ' dents become self-motivated learners.~ 7 ) I "‘— S
et S In Ha]rl's work,. ; impact. concerns “(How is my use of this innovation '
e N T affecting ;n; stndents?) are also preferable -to management concerns: - : B
. - -
T sl Hall* and Loucks (1978) 1link impact concerns ‘to the goala of staff o
T ’-\ developers and ultimately to pupil learning» : . .
o L - Res%lution of early concerna will allow teacheérs, to. ] ‘ .
I -, develop ‘the Impact concerns that most. interest -staff - < ;
N - . develogers. ..o The satisfaction of - contributing ) . - :
ST * +. . " significantly to the professional Jdeyelopment-of S . .
A T . individual teachers, which will ultimately. result - -
i . o ) F »in higher quality learnind foi.'childfen,. is what o A
e oo« . g&ll staff developers strive for. (p.. 53) - o T
\" ~ - B . . . . /“_‘;‘a . :
Lo Cd Xnis*'reference 1is problematic becausesit -equates staff develop- Lo
R L ment, teacher development, and,. innovation adoption. ActualIy,. it ’
SR ) A > T
. - sikes little sense to view 'innovntion abption as teacher educati'pn . .
- ]
. o or to talk about innovation adoption as teacher development. Hall —dbes .
, e s ot aimply anyrmajor changes in teachers beyond their abil\ty ‘to use .
‘ differenttmaterials or techniques as intended. At times: he is ) :,
R N T
2 clearly ambivalent ,bout whether ‘the highest stage of concern (refor o ———
S ‘___m_--—— ——Td ) _”"'i” R . - o+ i
TR e e R . 3o Y . .
: 2N ‘o‘ - . R R -' 7 - B 4-';10' ' * - I
T ] S eem T E L Y i )
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; .
e «-*"‘cusing) or the nost advanced lewl of use (renml) -are’ degirable, Yoo

-, » - -~ PRa

since teachers who achieve the highest stage. may..radically change t:he-—

- . . ‘. f

S 'innovation\r seelc an- alternat?v'e to it. T H‘all"“ andel, ‘the teaChe'f v

0 ::A . > ‘l' ~7

et . .
»

. is someone. ho adopts externally produced matex;ials. W

"‘ ’ T‘»’ . .‘. ) Lt " v e K] i \ v ) " - - -I-' . "’ "

ot : X :.'»‘ . . " o
.o §trategies for Matchigg ngteni: and concerns ~ o

et ' Both Fuller aud Hall use'~knowledge of teadh(r concerns to

7\‘

R deaigu-*intervgti.ons.- Their \basfc strategy involves*matching cont'ent

_,/

ce., and concern 80 that teachers will be motivated to learn. I-‘uller ’lsg

< ‘:V
v , . - « 4 -.

) talﬁs about\: arousing concerns, Both assume that early concerns LW

- S . 2 o
- 'mua; ‘be addressed if later cbncerns are »to energe._ ~Ijowever, .
' ..l later concert{s do nOt 51mP1Y aPPear when earlier ones are T . \

. . I
r,esolved. Neither researcher addresses the question of how to ‘get

ot . . Y L L i g ws emem nom o
ot i teachers to-be. concerned. abo_ut; their Mpact on students. .

ES - ] ——

‘ T v,Fuller recommends a presef:vice model called Personalized

)

. - ‘,e
o /«-/—'? . .
. .

iR Teachér Education. A personalized program considers uhat edncation
, . ‘
T students want 6 Jearn and addresses questions they are asking. )

- -

/ )
/Euller (1974)., sumarizes the implications of the teacher -concerns -

— . - model for preservice curriculum. S

LS o o : .
e S ‘ e

L o o= — - L4 - =

Programs whose‘early content is directed to concerns s
rr . . about self are more likely to: engage: the interest.
' v of ‘nost beginning education students..... ‘Cqnient,
Tl addréssed. to.more mature ‘concerns.: :about pupils, such
5 as fiethods -and instructional design, must mait B
v until later. (p- 113) . 1
T . 7 - -
* . To'move education students “from concerns about themselves to

~

concerns. absut pupils, Fuller (Note 5) believes that three conditions
‘are. necessary COncerns must exist, they must be known. and they must

N © be resolved. "In SUMMALY,- concerns become more mature thrqugh

- P - az L3

= =T "3 process 1involving -assesgment, arousal, awareness;-and =resolution of .
) ‘ o LT T :

S ' - 1: .
- ‘j. | N . . -L ) —_ .

™
-
.
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I If concerns do not exist » they can be aroused. For example,

N\

.+ Texas is a brief videotaped teaching experience. Edncation students

»:: i are placed in the c,,lassroom on the first day of school and required

“ ' w——arwsmomemewmchim-
e ,to bevpresented»in a- useful and ‘Eocused' way. This can be«done through

‘through cou?seling sessions. Awarenes.s is- heightened by -ooking at

v —— - __h____

e P
B N —

e
e,
=

'x‘-’ . ° .
. 7 . L

-/ R - A v ST
/, [
€0 ‘cerns" (p. 6).. ’rhese instructional processes occur in the con-'

AR text o’f q_\persona]/fehtionship between the ,prospective teacher and <

R T . s
' - . . P .

fhe teacher educator. - {- L e - o

. ’ rl h * * * *

. Selreral procedures have been. designed to assess concerns, An

- infoml cliniul usetsment can be)made -of coments stimlated by _'

-2

discuqsing the ‘booklet),. "Creatin(' climates for Growhh

LY

An alternl- ..

tive is to use the quick-scoring Teacher Concerns Checklist.

------

S ¥

teaching-related concerns can‘ he easily aroused by teaching

’

b -

encoﬁnters. One - -of. the first experiences provided in the progrqm at |,

. )

+

his confrontation

,,_’.-

does -not: allay their concerns about "hemselves, but it certainly S

LT
.
-

T Whether concerns are. assesaed or- aroused the data still need- '

1 H
-

.self—confrontation experiences th:ough conferences with instructor‘s, and

4

the discrepancies \adsong various scurces of infomation' ,.self-repo‘t

L Te T

bservation, and expert opinion. LN i ‘7 -’.M ...

-\., _ v

Acqb"ding to Fnller_, ”ﬁwareness is.a precondition for meaningful

- - / >
a’ction. The education student ‘and’ /the teacher educator explore alter- .

-,

]

!choose’ap‘pxopriate acbivities, and monitor"progress. Concerns S

) natives,

~ .
P

abou,t survival may be reduced by learning ‘how- to "psych out" the-
it syt 2

T e e

- -reward sygtem of the: school. ’Concerns about class contral may be "‘:-:b )

-
. —~— 0

. . e
ameliorated througn simulated practicee Feelings of dependency may’

RS
- - oA . -

be addrhssed through personal counseling. . S
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9: 3
ST Y U e irot two scages of- concern *(self teaching) occupy most of U
gﬁw k». i . . - . - . ti...,,;:
R R the undergraduate curriculum. WhiIe it is relatively easy to arouse - ”2
\- . teaching-related concerns, the transition to impact concernsmh - ‘
}__\_h_(;_ﬁ___._,.;,...‘q.‘aﬁ—ficult -to: accomplish“be‘c”aﬁoe it involvea affective changes. 'rhe S
- teacher must give .up defending him/herself and \ork ng “for approval ‘to ‘ :»
. < K
. atténd to his/her pupils. Fuller considers this ‘the - ost impor-
3. . ook
tant professional gain the ‘teacher ever makes but canno .say how .
o - it couies Mano_ut;“ ASometimes she expresses .-the. view - that‘l"spec 1 kinds T —:1
. c .; . £ teacher rtraining sean likely to arouse higher level concerns at ' :
L 1°"t~tenporar11y"'(Note*4“"p 4‘3).. 'omes ‘she admits that how T ;‘
. ‘.’r“ N . . \., . -_I ,»
R R «teachers "come to have concerns about their pupils and how they imple &Wf Lo
- = . K SR A \ i
; . " J s ment this concern- in their teaching remains a. mystery" (Note 5 p. ) $
L4 : L 83—84) ’., *\ w3 o ‘ . R
S .. ; Hall adopts Fuller 5 general strategy of matching the: content A
O ";:4,;;0r 3 ; - ] X wy e PO J— - 1......;
e E , of the intervention to the concerns of teachers. For example, in - o
(v”*:fa : N N o . ' ° . o :
oo e .one - effort .to help @ large .school gﬂ=district implement a~new science:
MR < R S ¥ T
*‘{‘ 3 i ——— - l—ylﬁ' e - r. . fj"s;
’* P curriculum, the stagesf of -concern of the: Concerns-Based Adoption - -
el T Model formed the baais for implementing :the plan. . i - N 3
ca T e, Early atages of . Awareness, Information and Per‘sonal L =
’ ©"  _-%concerns, known '£0 be. dominant in the beginning— of
any change effort, vere: attended to- in small close— . _ ‘_J,
knit meetings... ZManagement concerns," known to_ emerge ) o
' diring first -use; ‘Were addressed: in the inservice e -7 ) .
sess\ions. Because higher stages of concern are:‘known
*- "to -emerge only with experience -and time, if they do, T I
‘a fewt activities in the,.implementation .were.ltargeted —~ S
e B thesewconcerns (Loucks & Melle,‘liote 6, Po- 24 ] 5 o
.- emphasis added). R fﬁn . . L : © e
The plan rested -on- two assbmptions taken from Fuller. (1) that L
- individuals are motivated to- learn what concerns them most at a. - . @
given point in time and (2) that early concerns must ‘be resolved ) o
- rbefore 1ater ones can emerge. By the end of the implementation DR ~

- - *

RN ) . . : -1 - - 0 - i - s " : - T
N LI S “ - = T v = i I » - N . - _een
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phase, informational, personal and management concerns were supposed

e — JURFE

. to be resolved so that concerns about students could dominate -gcience

- . AR - .
-~ f, . . voe - -

v

Lo -

(N - -nstruction. ) # T ¢ 7
PP ,L_'_;_‘__ . P _ - . ' e

s Two‘years after the inservice progrsm‘began—-most—teachers_had

- ' -.not'reached impact concerns, a finding consistent with other .
§~ concerns—based implementation studies. This raises the following

s - . - -

3 ‘“,guestion;‘ What does stimulate impact or. consequence concerns in

e I °

e
v

i
\ . -

T
k)
{
1
H
1
. &«

ta
b

i

- .
.
o

',teachers?' An explanation (Hall, Loucks, Rutherford & Newlove, 1975)

- -of “how~ this transition takes placecis vague. oo . ‘-

e - - &

B matching the contentfof the»intervention ‘to the teachers

With. continued use,lmanagement becomes routine and ‘the

(teacher) is able ‘to, direct more: effort- toward increased
v*effectivenss for the leatners,and integrate what <(s)he - N

is doing with what others aré doing. Obviously, these

advanced’ levels ‘of “use; are not attained merely by use
* of. the innovation through several cycles. Experience» ’ o

18 necessary but not sufficient te insure that a. -

- “given individual will develop high—quality -use - of an

innovation (p. 52). .

Nithout a clearer account of what facilitates or produces

-
2

B e e e

movement to:higher stages, it is: difficult ‘to. design innovations.

+ R s @ " -

A strict matching strategy seems to work at ‘the: early\stages, but.

it does mot seem. powerful enough to arouse higher’stage ‘concerns.

What ‘else besides experience is needed? ”Is it -possible that by /

&

e N

present conoerns, the very -changes one is trying to bring about

are’ inhibited’ It makes sénse ‘to diagnose teachers . concerns .

and*take°them Anto account in. designing interventions. But if ’

the*goal is teacher development not just innovation adoption,

a

something else 1ig' needed. “Thé assumption‘thatfearlier.concerns

ks 4

must begresolved before 1ater oneés can ‘emerge tends to confuse e

a .
- . - —

motivation and readiness. ust because management concerns are:

- ~

-y - R

stronger,,it does _not follow that teachers are incapable of
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thinking aboit ‘impact;. . A oL e
’ ; - oy - - ‘1 .A ol " o . - ,-_-:, {,ﬁ&w
Lo - e App_ljzing Cognitive-Developmental 7_’__ g o
TR Theori_es_ wt:om’l‘.elacher Education - ) -
:'“* - = e ‘_Korman Sprinthall and his students in the Department of Psycho- “J." ‘
- \,’ educationaI Studies -at .the University of Minnesota advocate a. dif- 1 A y
ferent approach to-. teacher -education;’ one iased on theories of :
) A‘ -c’«:cognitive develiopment. ""I‘hey consider teacher development ‘a form of |
\W ‘ ﬂ . adult development and effective teaching a funct'i..on of highern stages : }
é}—\. ) . _ of development:. - The cognitive—developmental framework provides them ) ‘ ﬁ'
-~~ e T Ayith. ‘goals- for Jboth presefvice and inservice programs -and’ gives some | ' _
° . ) ‘ direction to an instructional model called Deliberate Psychological i .
5 ; a Education. S SR . : S T . !
‘ . . '\ . ) Cognitive-deve.l'opmental theories-rest on the: assumption that ' . -
r R . human dévelopment results from changes in-the. organization of a ' . .
.__.__.. T T person ws_:thinking, “changes: that represent new ways of looking at - - -
'( ’ : - (son;(eﬂasp'ect o’f"*the rwor-l'd;:. According to these theories, each major » .
g _‘ B T struc‘tur;l change s'ignal'swthé'tfra,n.s‘wition 'to a -di’fferent s‘tage o'f i
S . k B . »
, ‘ development. Higher stages of development are .séen as inzolving
Vel
: greater complexity and differentiation of function enabling the in-' PO
3 2 — dividual to .cope. with ‘a. greater variety of situations. . .
l . . '. . "Oognitive-developmental stage theories, Oja (Note 7). argues, E
i "have strong implications -for -adult development within teacher edn
:w - T’“““““‘“ - ucation~programs." The..arguments rest on a presumed relationship .
’ ) - - between higher stages of development and -more effective teiacv:hi.n'g.“wm'T . “
M’f” Co | “ | . ‘'The. work of Harvey, Hunt, and Schroeder (106], is ofted’ cifed ‘to R
w I ' support the hypothesis that taachers at higher conceptual 1eve1s are ’ ‘ ~_~
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" more. flexible, tolerant of stress, adaptive, and creative; Charac-

3
el

P
. B
.

| .-

“““*“*"“r*~~--~*~*~teristics of~higher*conceptual_Ievels_(an_indiregt_g;yle, "the ability

‘

e

-

~to-use-a variety of methods, and the: capacity to- -empathize with’

students and to foster.: their developm%nt) are incorporated into the

-o

defﬁnﬂtion of effective,teaching.‘:‘A“ L

.

Psychological Maturity as a Goal for Teacher Education

o et

e,

S Ty e

s
-

- v %
’ Ao .

e o g e

_to: promote development ‘to. ‘higher levels-of’ ego, moral, -and’ concep-

. 1 - -
by developmental stage changes as measured by the Loevinger s ..

;Sentence Completion. Test, a test,of ego development.

Advocates of this ‘second’ approach take their goals mainly from

/
-¢

Witherell .and. Erickson (1978), | or example,

developmental the ies.

LN

posit a set of goals for teachers and their students based on

Z o 3

Because the mo¥e- advanced stages “of ego development
are characterized by increased flexibiIity, differen-
tiation of feelings, respect. for indiv1duality, . o
tolerance for conflict and ambiguity, the .cherishing of
of interpersonal ‘ties: and a broader social perspective,.
advancement in ego- development would appear ‘to stand:

- - on-its. own as -educationally desirable for both teachers'
and students. Ap.. 232) &

.

-

T

All the Minnesota teacher intervention studies deliberately try

3

tual development -as: defined by: Loevinger, Kohlberg, and Hunt.

Glassbefgc(Note_B)»designedza curriculum_in peerrsupervision for
N " .- © ) ® . P
The~success‘of the program was largely determined

»

student teachers.

Oja (Note 7)

designed an inservice intervention to promote adult development

I'4

- . =,

gwithin a professional framework

deliberately promote ego<maturity, more complex moral reaséning

t EY

Her programmatic goals Were "to'

- 4.

Aand conceptual complexity on’ the part of inservice teachers




- " To justify this -approéach to- goal-sett:ing, Sprint:hall (Not:e 9)

;argues that: a. description of how adults develop .can provide a- ot

EINY Po- Ptesctipt:ion for: how t:eachers ought: to develop. "If we have good ' o
s S . Teéason to- believe that more mature and ‘higher’ stage adults can r-fm
A —’ftrnction more: coufplexly, theg: let:~'~8-induce,—st:imulate,'xexhort, ' ...__‘

cajoie, ‘nurture-[ and Apromote :growt:h" (p. 282). ‘He cit:es&various i B *

T :

- st:udies linking effective .adult. performance to. developmen§a1 .gtages’ ot

and also refers _to Dewey's: concept:ion of "educat:ion as- growt:h" for

R 'support:. 7' T, . - X -
- T . - . . : ) P ”0;
T [ This argument: fromv theories of adult development: t:o -goals * - . f\;o
*" IR for teacher education ,contains a logical error. Knowing what: develop- T
Lo « iment: is. like does not aut:omat:ically tell us w‘hat: goals educators T ”’f}
3 2 . ) f; T - el
- - shbuld adopt:. The desirabilit:y of higher stages -as goals for teacher ;
' | zeducat:ion must: be argued o'n ot:her grounds. B ‘ - : ,4-“.»?' o

_____ _._” J— - P e o ¢ S ,,.;::_1.—:,_ . :w:\;ﬁ

Despite the claim of some deVelopmentalists, the qualit:ies Lo . i

[ S e

-4 ! / . n [ e —

associated wit:h higher stagee are: not: universally acceptab},e. Cer-

.I

5 s S tainly the schools do.not reuard or reinforce t:eacher aut:onomy or’ ‘
fj‘f’f . o creativity. Moreover t:here is a growing body of regearch . on t:eaching ) .

‘ ST ,that: connect:s teacher effect:iveness with a direct inst:ruct:ional

- [
o

-

e odel (Berliner & Rosenshine, 1977) ‘ ‘ i , o ‘ .-

~ . .
- . M N . -

Citing empirical st:udies that Telate general adult effect:iveness :‘_" )

: i . i to. higher st:ages of development is- not: enough. Mat:urity ,as defined by

. g Kohlberg or Loevinger oF Hunt may be a necessary but: nét sufficient R

l

7 T EENE e s 2 - et e

L g . o condit:ion for“being effect:ive in the classroom,. Being a mat:ure adult: e

hhd e

4

e

Sl - does—;lot aut:omat:ically make one i good t:eacher.‘ »One could .argue t:hat:. 5

he <

goals for t:eacher education should relat:e in someaway to t:he ‘t}é’cher

*. -
o . - B q--—-;s.. c .
B o . - X




- . in the roIe of. professionfl and ‘that the desirability of those goals

= -

3 » 7 should be defended by gome. reference to teaching ahd learnipg. Surely
oo ‘ 1 "

Tiﬂme,.,-w-f-one,could defend the goals .of empathy and flexibil*ty onngrounds inde-' )

s - pendent of their association with developmental theories. Actually,»\wmg

;a g o e e g N T T TT RIS e

F [

- ; &,

. descriptions of particular interventions -are directed toward more than
# 3 - ] ov.’ ~ &

-

grams are defended and succeSs is measured largely in those terms.

- o. e ~ - e - — S .
. . >
" Y. o B - o N
. ¢ -

Peliberate. Psychological ‘Education: o’ S
VA Strat_gy for Promoting Teacher Development S '

4 L

the promotion of growth toward higher stages, despite the fact that pro-

they readily acknowledge the difficulty of achieving thém. Still,
_ . they believe it‘ﬁax be possible to intervene ﬁirectly to: move

Y
f‘ teachersﬂto higher,'more adequate stages. The necessary conditions

LI} o 8

e cfor this: upward shift include action and reflection, support and

_ -

’ -
L S . . o -

.

— - — L e M LTS . - [ [N ;

These conditions are incorporated into a model of deliberate

SR - psychological education that has four elements: a. seminar approaéh

KX . - . : -
E -~

with practicum experience, significant Social role-taking, onegoingu

{“ supervision, :and provision for support during times of'disequilibrium.
[ S - Q-
- Wewill summarize the"justification given for each element. 3‘

. )

Behind the seminar with-practicum format is Dewey 8 notion e

‘that learning comes abouf'through a combination of action and reflec~ ‘

‘ e » _— — s R .,_,,«‘_...,-'

—_—
T - tiOn. Experience alone does ot promote growth. People must also.

» - . Y}

) learn from their experiences. Clinical work at Minnesota suggests

’ —

3

that most people must be taught how to think systematically about

“a . - <

oL what happens to them. Often teachers_are_asked—to~keep—jourﬁar“—__—"'

o and given~a set of questions £0. guide their thinking. Teaching

oy

e people to examine théir»experience from various perspectives is,

If advocates of this approach seem confident of, their. goals,._ D e

S ' —,’:‘j‘(':}:la.l-léhgé; e e Tt T T T ”:_‘it';"'*“*—"j"‘“"rr’":*:. f"“.'t: R “';.-:
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in Sprinthall's words; "at least co-_e;u‘al‘ to real experiehn‘ce -as- a B B v::&

growth stimulus'? (Note 9, Po 288) ‘ | ) ! o < 7

g: x - "Growth toward more: con{plex levels of cognitive-developmental o j

' [’ functioning appears\to be most influenced!by placing persons in ' Lo f'*‘* _

. - — “*‘signi;i.cant ‘role-taking’ expveriences,.' says wS"p‘x:';i.ntnhall (Note 9, p. 287) ) “({
« I % E N R In a developmental program, teachers may experi:ence\such new roles - . @ *
e _as peer supervisor, counselor, indirect teacher, active list mer, v~ ””
‘“'“”3‘“' . and org:nizer of individifali’zéd instruction."*'me’assumption is ‘that’ "‘“‘j
{' i ‘A ' M- o . once they -experience-and: reflect .on these new. learning situatiom;,~ ' L
‘ o — ‘.hey» wi11~recognize~the—need—to-—broaden—theirirole_from_the.trad- ‘ - L ”
o B itional one of information giver. . ‘ b . o :
B . Piaget sm concept of e’quilibration is im,roked to explain howla - o = ’7

. Y . ., person integrates ‘new learning and new éxperiences. and advances. to .-«-—===~ \
e T a'higher stage oF developnent: ‘Spriathall and sprinthall (1976)
SM ! describe equilibration as cognitive ,conflict °r:sol;ti;n. Experiences ” ' ~T
: V*Th::: such as role-taking reveal ,inadequacies in. o}d assu;nptions and ' w:‘
‘v,. g i patterns of thinking:. In order to regolve and- reconcile the conflict, ‘ )
SRR 3 : i ’ -
. ( s ' *a person "equilibratea ," resulting in new, more adequate patcerns f
'~ o .‘..,,-*ofthinking. R /oy = o : o
B . ! ] R ,‘ Becausge developmental growth means giving up .old- and familiar. ' g ’“
N . o - iays,. ‘it .can generate. considerable anxiety and frustration. Personal MG

- -ﬁ . support Ais: considered essential duvlng pperiods of transition. R ce 3}
P Y R - R
s . R A. developmental app”foach based on the concept of disequilib- . "' 7 - &
T e W rium. .does not assume that growth will. infold- automatically ~ T
; ) ) n. .+« oTOY "that - it can be: prodded. . -A, ,person needs ,both ‘a more o L.
o o challenging -and’ strengthening learning task ‘and” major - o e e
T L _personal support for the requisite risktaking (Oja, ‘Note 7 %
s ";:/ " T A nuinb'er‘of 1neerveﬁt16h~ -‘studi‘es: with preser(iice' and insefvice _,' G
teachers have been designed around the Delibe"ate Psychological - 7

k . Education (DPE) .model, (Bernier, Note IO, Gla‘sgsberg, Note 8 0ja,

.
- -
» ~ . — - -z -

L - R “« —- T 8 B . - .“ o
o - . T N - * "l 9 w o —
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- . Note 17) The DPE program calls for,,"teaching teachers ‘a - different: ) ",—"'\Jt
. -f' . style of teaching" thﬁt deliberately promotes psychological growth T t
. in their students.- A brief Idescription -of one inservice eff/ort A ;", .
z ”- T will convey the flavor -of -this: approdch. K ) ) | C. " ,, f
B 5Oja (Note.7). designed a’sunnrer workshop .and. fall practicum ;or - _ f
Lo e ,~: LT fexperiencedvelementary and secondary teachers. ‘The: summe;: curriculum’ -
;. t\\% . d ; *consisted of large ‘group lecture‘s on_cognitive-dovelopnental ‘-m;' ___m:__ o
m iw o N ftheories and sn:a“-j:—f‘group ”;és;;}{.‘; c‘o;nmication and group process: ~..~
_-skills. The: lectures were intended ‘t: provide teachers with a#A ) ) :
“ = . B fra(ework for empathizing with children and adolescents.at different ‘
:W istawg—e.swof developtnent. _The: skills training and practice were sup- - “:
. increase teachers 1responsiveness to students a:xd colleagues. : r
S D :-_~ ,In addition, teac:‘ < ,planned ‘three mini-units that would allow " “ )
- ” : chem to, try out new roles in the; Lasgro A $
‘E;“;M)”“ e "’Jsupportive counselor*~supervisoru—*grqup~faci1itator D)
LT - Qfall, they taught their .mini-units -under supgrvision and ‘met” weekly
? Y , in- small discussion gro'u'p'sc R 'l‘he goal was to help. teachers develop
;ﬂ ~ . alternative teaching ‘behaviors consistent with never cognitive i ) ‘
'j‘ L —structures learned through theory sessions -and- skill practice. o ) 5 5
. - Results frog.;the ‘intervention: stodies with preservice‘and L .
:’;'{, : _ L ‘in;emrvice t:a;x:rs were mixed. gffects GE the: intgrveptions ’were o o‘
ﬂ" . T ,measured 'using changes on- three instruments Loevinger 8 test of . ° ST AT
; - T T eger development, Hunt 's. J:est of ‘concéptual 1eve1 and Rest's testy x :
- " ,. . .of moral. judgement. Oja (Note 7?7 ;un;marizes the outcomes of\her c
S " Catudy ds fql;oivs; B LT
; : ’ ) S L - . R =
L= ‘ ’ Although this intervention was successfdl °in*'promoting -oE T JA
e T e *'psychological stage: growth in conceptu?l complexity ‘and
ce ) principled moral/ethical neasoning.. .it was unable to’ -
. . - .éncourage ego- development out of the fairly rigid : w3
; - B achievement-oriented conscienr;lous levels toward. the ’ ’
‘ W:Mwww -,-~-'~’--~l’“ . ﬂ S , : a.u-—-(continued on~ next page) ‘“ S w Jﬁvmw
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Still, when‘“tenchero were nked to reflect in their journnlo on

B

chnngeo in their p:ofesaional.or personnl 1ives during the six- .;’ .

e -*W—nonth interifé*ntion, the most: frequently mentioned topic was "changeo

-
‘

- in teacher role.'j_ For all.: t:he -talk about promoting stage ad- ———

”

ancement, t:hi,s h‘igh!.z prencriptive inte:vantion ‘seems mainly dir- o

e e (continued) .‘ ‘7“~ T - ) - . : . ;‘;_jg
B o " bre flexible, interpersonally oriented autonombus ' ”
S - s stages.r The shift from traditional teacher role.-to a *

[ 'developnental education' role-within: the- classroom
o _ seems not to ‘have: been powerful enough, (p: 213) °
. @
i

n i A

JE e T

o

YO 1

e . F - ome problen\ with trying to' ‘baae teacher educat‘ion px‘actices on

X mether -this requ res a. change ’in cogtﬁtive ‘structure remains open to
S . g L% f . - i'
question. : Perhaps‘ the effectiveness of the teaching methods in-

T'l,.w.volved (didactic 1ectureo, skills treining’g*uided reflection, s

- 5 " practical ayplication) ‘are independent (qf the <,tee‘cher,_,s dev,elog-

e L N
v . Lo W

LI . - 4 -.:‘ N N

v .

cognitive-developmental theories is that the theories ‘are vague . .

) €

- ]

(Kuhn, 1979 How do developmental chauges occur? Accordingv_,

- -

fronted ,vith\ictivities at a. slightly mog__advanced strqctural 1eve1

than his ex‘f ting .one; -Acéording to:-a. -second. interpretation, changes~

- g X sequilibrium created by lower stage functioning,
R - 2
- — - AR
‘ not the stimlation o higher stage: external models: B
%
LT e studies seémn..to invoke the first interu

"If ve: know the- qua’ “ties of the ‘paxt, stage of growth S

2P s

Ca mentalstatua.- Co Sl T

exactly where: teacher educators need clarity and direction Y o N




for-a particular teacher3-beyond the general concern for”balancing&

i" ) - challengeuandwsupport. *If“as Knhn (1979) suggests,."the question

f"*,_, o of how intelléctual development occurs is. intricately connected

i ‘jrl: o :“,to_the questionwhow a-teacher~might optimally intervene Jn this
- — — = -,
T process" (p. 353), the the01ies do. not: give teacher educators much

2

'0

guidance. Perhaps moré careful:study-of actual changes in the =

~ "T [ 5 - . 18; 7 ' :

3 . B . - L4 "i <

'l P "'1‘ -

- i \V . ~ - " :

Erickson and m:crhardy write (1978y, "we can. mstch or 'construe-’ R

: ‘- s ‘ —
~'~tive1y miematch‘ curriculum experiences to help peraonl organize A ol
.. . : LN
conceptc at the next higher stage" {p.21). But there is no ex- el N

N . i

planation of why particular experience: gére“deliberstely chosen, __ .. I

o e e A s T ' ———-——‘,ﬁ

inservice setting ke- Deliberate Psvchologioal Programs) will

provide more guiaance. = ‘ e O R

n"

\\\\\

A Developmental Stxle of Inservice*

pre———— P prewrer

~

g‘ .
The third;approach, which Devaney ‘(Note.. ll) calls 'a developmental

°

style of inservice," is largely'the work -of practitioners, not re-‘

searchers. This style of working with t \chers is infbrmed by a view :

P o

\e

- - Tes [N -

~r —— W,...—.

..and theorncical sources--Dewey and Piaget, progressive education,

v ’4-:’
,A

the British infant school, and curriculum projects hat stress

PR . = NS .

activé learningi" Advorates also look at teacher growth in terms

.
A - «
. .

\‘ N

of stages of development. Teachers centers and advisory services3

L e ew

) offer a contemporarx expression of this oriantatior but there’are e
also historic_parallels, for example, in teacher workshops popular
. ':5{ . 4

:gin the 30's and“40"s (Richey, l957) ) . . )
E *‘ . “y '__ : ’ ,‘ )

- - DL - - N
. v
R R L L S-S . .
. . .
* - e - o - et - »e ;)u,- T . - -~ R . *

3We refer to several dozen centers that have been in existence;‘
.‘for five toflO years andgthat share -a. common orientation though -, e
'theyéhay differ in many ways. T . R

. - . - ’

- - “. st

- - : - . . &

.about - professional learning that draws support>§:on many¢Prac;1¢al ,:H,,V;,;;

‘. .
s - : B - o v . s R
PSP . = ad oL ~ . T
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Underlying this approach is "a view ot children S and adultsx )

Foe T learning as méntal growth. spurred from within" (Devaney, Note ll}. .

R - ° f °
o ; Practice is governed by ‘the inner potential of the learner, stimhlated‘

L \ and ‘supported by appropriate external conditiqns %"'l’he teacher lea\rns

—-.

—

- NN B . . ,
P ~ " 3 \

of the Brookline Teacher Center, "through active manipulation And par—

ticipation in her environment" *(p. P/ ‘ ’r‘ S
Devaney (Note 13) .charac.teri es the .essence: of a teache‘rs ° “, )

,.,.‘.:‘.—-«M—” e ,_,””}‘,__A___M:& g S T T TS b / \

center -as- convincing the learner of his potential and responsihility‘

ALY

- '__ for growth" (p. 25) Lillian Weber (Note 14), director of the Workshop

J

teacher 8 capacity. - — —

— o L R

e Y I otir interactions with teachers. we presupposed that - L

. -

S » N N .

by s
(3

ol :
g, A . -makersi. Thi’é’”éssumption, ‘that.. theﬂindividual"‘teach

v ... - :possesses strengths and POSSibilities» 13 the ‘basis
T .of -our work." (PQ 1)

) e '_ ) Complementing this view of the learner is a view of the teacher "

. T N 7‘}
- S educator as-.a careful observer, looking for signs of readim’ss and

! ’

- [y
- -

o S interest. What distinguishes teachers centérs from conventional in-

~
R ,

service programs is their responsiveness to teachers self—defined .

“ - . needs and their- reliance “on intrinsic motivation as an incentive to
P - . v . ‘. *,, *

PRI, ST participate. Responsiveness also characterizes the work of advisors o

¥ AN o~ e T

: e r . who help teachers' in theit schools. Formerly classroom teachers,

SN 3 y

i . R advisors view th3.ir jolS as "stimulating, sj.lppo\t?:g, and extending &

y e R

: ’ T ~teacher‘ in her. own’ directions of growth"l(Devaney, Note 15, ps 151)
: N S N\
v F S Some advisors have‘ characterized ‘teacher growtﬁ in terms..of _

’
. -

<o . ) ‘ stages of development. Unlike the developmental models and theories

£ L that charac';terize the.ffrst and second approaches, the stdge descrip{-

{ CE: ) L tions associated with this' third approach -are -directly linked to’ goals»

I : ’ e .‘ . " o L\, . B . ¥
B Lo~ - ARy ¢ / . 23.")\ | ) o !

‘ NN
< P ¥ ©
N -7 . . . -

R in much the same- way as the child learns writes Kristin. ‘Fieldw(Note 12)

teachers. ¢ould be- intelligent observers. and: decision~ SR T




v . ‘ ‘help. Her formulation ‘parallels an earlier description of "stages -of

‘_,_____:_..._._ ) o The clearest..and- most fully develope‘d\ example of a stage descrip- . .

. o

and~~strategies. Based -on her'-work"’with teachetrs, épeima"n (Not‘e' 16) iden-"
M : <
- 'tifies three overlapping stages, each requiring a different kind of ¢

A
~

. - . L4 \.v‘ . e .
-t teacher growth toward prof‘essional maturity" by Lucy— Sprague Mitchel\ R
o ‘
. \ .oy
P S (1950), founder of BanhStreet._College., Mitchel describes changes in ) _?z

kchexs' attitudes ‘toward their work in rélatioh to-a workshop that o L
~ - - .

Bank Street conducted. in several New York public schools during the = -

/7 s

e
40's to help tea(:hersY implement-a»new‘, activities-based curriculum.

! _-/—"_’_’-_’___“_____.—’-‘M - } ¥ . ’ ‘ -..!

. tion is provided by. Kristin Field -(Note 121, who descr:l:bes*threrstages dn
N —,—-—-‘-—"-_‘-‘.‘

S LI b e e Lo
. :

S — L,:',._,m:i Stage’"l is character‘ized by, day-

s T weeks in advance. At Stage 3 learning is viewed as=a, whole process, not AW

fff R .3 teachers feel at home in the classroom and‘ acknowledge the

1 ‘_the development of teachers based on het -own experience .ds-an elemen- ’

- s —

' .tary-teacher a.nd on intervievs with other teachers. ‘The stages are, des- M

,,cribed in terms of the following dimensions. . planning the day,. atran-
A'ging ..he classroom, planning for large groups, diagnosis, record-keep—-

- - _— ;ing, parent conferences, unstructured time,. transitions, beliavior of K N

. . . children, self—evaluation, and self concept. The descriptions include

’ changes in skills as. we.Ll as perceptio:s. . s Ty <. N

»
.- — . . ]

SRS S N

o-day, survival, hit-or-miss

° . . - -
-solutions to problems,rapd intense fee ings -of’ inadequacy. During Stage

°

e ST T ) 2, increased self-confidence encourages feelings of self-worth, and I

success provides some appropriate -and reliable solutions to pzohlmns

st

“ 'l’.xe Stage 2 teaéher has extended planning from one day ‘at a time to.

;
.
- ~ *
i RS ., i,
4 . N
.

ﬂsomething to- be divided into subjects .OF. blocks of time. only Stage

‘f.‘éh,i,ldr'en—;aa‘ ’pie0p1e, :no'.: Jpgt’pupi.ls- L -




. ! i E Pield also describes the" kind of non-‘evaluative supervision ] -
A co ‘ i .
) appropriate to each stage of development. The extreme insecurity of

" L the Stage l teacher..calla-—for, intensive. suppog:t:‘ and -extensive help

. : L in the classroom. 'I‘he ‘Stage 2’ teacher does not need\ thee intensive;

Y

R J L .

G cam AT N .

s ST T support and can profit from»observing other classrooms and attending

;irlwﬂ*'*ff’”curm worksho,ps. Still, the supervisor needs: to see the teacher s

= .
-

classroom in‘action. Only Stage 3 teachers can benefit from isolated i

contacts with specialists. Stage teachers are also ready to work
<5 + e e— k.

with teachers at Stages 2.and-1 and can gaiq ‘much from the» role of

-~ . a - .

~

Rt
'

i . teachet. educator. A - . .
S Lo . ) . s

= L 'l'he early stages in these descri:ptions resemble Fuller s stages

~_.:7 N _6‘f:"conf‘ern. 'l'he-similarity is not surprising, since -even: experienced

-7 i . < N - F

. teachers undertaking a new approach in their- work can feel like begin- -

L
L8 -—’“ o~

B . ’ ners, uncertain of their abilities and preoccupied with practical

'\f- m",./

. -matters.. The di‘fferences emerge iu the third- stage'?hen the theo- fo s
et = <

N e e -

- re\tical/ideological orientation ‘o\f chers"’ centers cand advisories ¢ . .

R S - . o
- l M .'WA N 4 Te

. suggests the desirabilitv of particular impact ‘concexms. The: s‘econd’ .

N .
5 .

‘. S and *third approaches overlap at this\\ oint, certain 'Harq{ieristics

S

L4

- o£ higher stages of psychological deve10pment (em_pathy, autonomy) fit

e . R \

. o ‘the description of | Stage 3 teachers. \ -

.t . L L e "\ = L ' . + \\ . " o
) --Goals for Teacher Develogmént' Process and Outcomes : :
- L T TN
IENE, : Peters (1968) makes a distinction between goals that are appro-

. : : ot

PEIEAE ‘ priately formulated as objectives andsgoalsethat do not describe the

r———

S outcomes -of teaching/learning act.ivi.ties but rather the manner in which
‘ ’ they should be carries out. frhe thirdfap‘proach to teacher development L L ‘
) ) f‘ ﬂ “has bothnoutcome and:'p‘rocess/goals. o o T -, I .‘ '. B j
, Lo e s _i,if’ ) v - .- R ( . _ : ) . £ - y
;. v o ) . s . ’ .(?Af' . - s \\\\;;
iaml .5 T C N




R/

s,

a

""‘not fi't, since, the end-state sgems to require the, teacher to- indivi-
Lma" 3 choices.«and pursue their inter%sts. ' - | ) .

7—and the conditions necessary to Supp s"t At. Teachers centers -gtrive

ito be responsivez to: teachers\own definitions af the /r ’learning needs, B

54 .
3 . R )\\\

\h»‘
A\

-

) For Apélmn eMitchel and Field, the end—-state of development is '

~e

a teacher -who takes a :najor role in curricular decision-making. Apel—‘

s

.man viees advising as a way of ‘helping. thv‘teacﬁr take final responsi-~ ’

‘bility for the curriculum., According to Mitch’el,, the mature teacher

can use his/her knowledge of cHildren, and subj eét matter to build 44‘5"‘

curriculum. I-‘ield .iescribes the. ’Stage 3mteacher as someone who ) .

pulardt-r AR

. e ... :

; knows how to extend and develop children 8 ideas, who creates a respon- .

"~ - H

sive and diversified claasroom, ’and who involves children in planning. e g

'4-
R

'This fits with the desired outcome f advisory programs accordinga to ’ /, .

-

Ma o, >
FORN

of advisory support" "Despite their 'different strategies and logistics,

«

all the advisory services shared the goal of helping teachers assume ‘a fi

\

more thoughtful and active role in influencing the duca-tional environ-v‘

,.n

’ »

ment" (p. 157) o 'rhey also, found that advisors wére most salient to

teachers who shared their philosophical and theoretical orientation,.
] zﬂ‘ )
This orientation includes« a particular viev of children : how they

P .

.

learn’ ‘and the kind of classroom envigonment that ‘éan- best support their

-

learning. While-the Stage 3 teacher has impact concerns, Fuller 's "‘" . \

. - .‘:

category 18’ too broad to:capture the kinds of 1earning Et/i-gthieS/

that characterize teacher maturity according ‘to this approach. Whole.

T -

class teaching with.aa"major emphasis on thé three“R's: would probably

\

o \

- a' B -4 _N“"r--n«’n....___-

dualize instructronc and to 'provide many opportunities for children to-

N ¢

] - .

'l'he process goals also reflept the tmderlyi.xg view of learning

- *

,,—/»f"
e

s —_
o ¥

PR 4

Lox
0,

\1

’)

e Bussis, Chittenden,and Amarel ~(1976 who' studied teachers Rerceptions ‘ S




to support teachhrs in their own directions of growth and to sbuild on . 't‘~j
ey el 3 e : s

~

1 ~.

teachers motivation to take curricular responsibility. Theseestateh L - Qiﬁ
NG 5 By
ments domnot describe the outcomes of professional learning activities but

'| @ ' . "4

i rather the manner in which they should be carried ‘out. Sometimes these RRLAN

: :"l

. .. : P

: process goals are used ‘a8 criteria for judging prbgram effectiveness. .

(8 ' A .

4 The expectation that desired changes in teachers will follow may not

a bt

always»be justiﬁiﬁd?‘ i?‘ - cl” v - o L '%

e . ‘4 e . - - - .
- o

ppg ting Teacher Development'- Conditions and Strategies ’ ) R
Y : :

7 Devanev (Note 13) names four conditions that summarize what nracti-
- i\ - s N * \ N ’
’ tioners believe teachers need in order to develop and what centers trv to_

’ provide——warmth concreteness,,time, and thought. By warmth, Devaney S B

means 8 responsive, non-judgmental settingthatpromotes sharing, a sense Lo

. of community, and support ‘for the‘risks of change. "Thought" means )
increased understanding of children and the subject matter that is L

» required for curricular decision-makgngi___Concret —refers-to-the—hsnd§=*‘“'__—"_
RIS 7' [y
o on, real-life curri_mlar material that teachers explore and constructa

N e N L

inrcenter workshops;“ It also implies focus on the specific and,particular : rg;;%

N i

. ,,,,_Jm—v w T

elements of teagrer s, work. Change takes time, and genters structure so- T

»

T activities to give teachers time to discover their needs and those of o o
4 .. N R - . . - , A, '
‘their'students. I L ¢ L

- - -

i‘ . Two of the four conditions‘ warmth and thought, echo the requtre-‘_,

»

»ments of support»and reflection in Sprinthall 8. prescription. Ihe ) - ,f

-

. ¥ N [ - A.:'
n contrast between‘Concreteness .and role—taking may say something

- ~ \‘ -~
% T -

. about the different origins of “the second and third approach. Role-tah}ng L
: .‘i X A

2 -

isejustified on theoreti 1 Su posedly it creates the neces- g“ i
W . . 7'. “ . . .. . . K : e q" :';
- sary disequilibrium for‘hoving _to-etrigher stagglofﬁdegzlppment. on =~ . ;




.
Al -

_— .
the~other_hand, an appreciation for concreteness reflects a real ‘feel-

-

’a.ma-«-ﬂ
s -
s

_ M,,a_lwing—for~theﬁfact“that“teachers deal ‘with- specifi children;-have speci=""-_

- PRURNPE

VR . fic problems, work™in specific dias’s"fbdms... ‘Advdcates,'of"the--th'irda

-

]
approach'may ‘be weak .on researcny(but they ‘have considerable practical

«

experience. The success of their methods mayaor<fay ot -depend..on the
_— d0ption .of the underlying theoretical/ideological orientation.

T o Differenb strategies give differentialeemphasis to Devaney s

. conditions. According to Devaney (Note 11), "developmental" .centers

?;1)‘ : . try ‘to- meet the immediate needs of‘teachers without losing sight of

‘-\long«-te’rmngoauls.' N : ( ‘ .

1

Y O

e e ~Developmenta1‘based teacherL centers attend 5 teachers
- . 'expressions -of. immediate need for games, activities cards;
" .and‘other émbellishmerits fot ‘thé classtoom..., But they '
/"{ T _ also work to- eventually engage ‘the teacher in,challenging’
. < Ty L ,study, at an adult level -of hew subject matter and
o children 's- Léarning.. (p. 3) . .

. Behind the various strategies associated with -this third approach

- \ t

ko Gmake-and-take workshops, advisory work, seminars,and institutes) Ls

irst—hand>the condi-

*",
~the assumption that teachers need -to- experience £

- . g . :
. . >

T : ,_'—tions.and learning opportunities that they, in turn, should provide

Y

E for their students. This focus on process " tends: to- obscure the end
-results. R T TP - SR
- - * ) /' N
3 A Workshops in which teachers -explore. and construct materials ‘are a PR

The: materials may address an' immediate class- o

nking

e Astaple for - many centers.

4'*_ *room ?roblem -or they may introduce teachers to new ways of thi

v s N about learning or subject matter. Whether this activity becomes an
e ,":* - “end in*itself or -a stepin a learning process may depend on the extent A 0

- -

h: - to which at is, as Devaney puts it, 'minds-on as well -as hands-on.

¢ - 1

. '_:~ Classroom advisiug offers on-going support to teachers trying

- ~

‘togcréaté,morearesponsiye.clsssrooms, Often advisors work with: chil—

e -
MRS S - . P

AN drenfin-theiclasermealongsidewthe'teacher.s'

Que,advisor descrihes

> N
5 " ~ i




. o the,intent -of her: modeling in this way

" I am not giving a demonstration lesson... . The =

’ ) ) 'how-to" aspects are played dovns—The focus )

Lz v—xs—on—hou—particular childnen learn and respond: . e
‘rather than on how I am teaching.v (q‘otEJ*lu : o :

. \ \ Ihomas, Note 17, p.?8) g \ a

S

°

modeling‘inathatwspirit‘sinceptgachers~perceive~the~sameﬁadvising
behavior in differentxways (Bussis, Chittenden,& Amarel 1976)

Tl - Seminars,and institutes engage teachers in study at’ an adult

\ L3 i

level and' then invite reflection -on the experience. For example, the

Sunmer Institute at the Workshop Center for Open Education helps .

L. R

teachers experience their own learning and, by analogy, gain insight

e

into children s learning. , X . e - -

The* Summer. Institute, with its three uninter-
,rupted weeks of focus by -the same participants, , —
¢ T i8 -pat and parcer of our effort to-foster = .
. " 7. - - -active léarning:and, to-create -an ‘ambienée: that .
‘ - e encourages -such- learning...there is time to stay
. with a material previously known only in. a sur- .
. T E face-way -and: to ‘beginito uncover the workings ) )
! B of’a point only known by.rote...Teachers invest o
‘ - .these beginnings,with ‘great importance and them- '
‘ '2se1ves make: analogies to children s 1earning
” 7 (Webef*“Note 143 p. 3 o T

a

Weber ‘(Note 18) tells how one participant spent ‘four: hours trying to wirea-

L]

a8 bell 80, that it would ring and then shared her insight} "I knew alL

'\,‘the Taws .of physics and I didn t have a clue as to how the .thing: really

e worked.... I see thesdifference between verbal, rotesunderstanding and

>~

'genuine,'how it\works understanding" (p. 6). Weber'claims that*unless~

ro

b 'téhchers experience this kind of sustained learning, they cannot plan
. . . ,\ . . A
- for it or believe in it for children. Both the. experience and the =

7accompanying insight .seem like a necessary but hardly suffigiente

/ . i - -
[ e ot

, Y e




; " | ;o . . - . q
s | »»;olditi‘oiit'férl sréat,ias aﬁ‘!"aqcivé learning :?rl'vironment"' in the class= j
:}1 t | o - S o .f
: All thege strategies: emphasize self—directed learniug. One ‘pifoh-‘.~ j
; i Lphgsis is tth the teacher or teacher educator iay not { ) - :M
v i — ‘be-wi ling ‘to. support -every ‘ rection that leaming takes. .The fact is ] 7 } *J
. - ‘ some eachers come to centers to stockp_le\%rials and some instituxex RV :
,: . particxpants choose: safe activities that ‘will not arouse undue anxiety. ) ’a
‘.‘ : " This cdlls iato question the assumption that whatever grows out of - .
r , B ‘ . self-chosen activities is worthwhile. | ' - : ) - p\"*
' \Rel ted to this i3..a tendency by advocates of this third approach o l '
‘ . to ‘obscure their value pieferences ‘or to give the impression that tt&y ‘ ‘ ,
N L ) ,are natu al." Selfl-directed learning is. linked with the ideal[ of | | - ..
1 DL . . autonomy What -are., th: reasons for believitgg that the exercise of " _ -
. 7 "professi na autonomy will result. in the kind of classroom or. teachipg . y é
i ‘ N . A
J" B 'agsgciate ‘ith descriptions 55 ‘the highest stage of teacher develop:- S "
N « . o

.'} ment? Pe ha s this is a self-selection process—as much -as a develep- .
« d . mental one; w ereby teacheros predisposed to a certain. way of working : | -
: u_"': find prof ssi nal .support to help them Trea )ze their teaching ideal. ) Q;
= ) ) 3:350 re. dr. ing some vspec?.;:l\.c .conclusions ia‘bout'-,a_developmental =
‘L ‘ é-‘ approach in ted her education, two general points are in order.b By’ .
| _' . :'now it shculd bT‘ clear that many staff development activities may not, | “
\ . o be very. de -élbﬁmeﬁté'l v ‘fit’least, they won't lodk like the activities o Do
- S *rn thi\ paper. Tnis is no,t intended -as a criticism of staff [ _
3 R - ‘ . S N oo e
: E K ) developmen‘ per s" but‘" rather as.a reminder that the: term covers a ‘' ° l :

i , [ . 3
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broad range - of activities. More to the-point, the meaning of develop-

- _-ﬂ ment varies. There is no such thing as the developmental approach in

t

.t
teacher education. The}existence of three approaches_reviewed.in_this_m————~——ﬂ~m.

- *

N i

*g?ww‘ %«;_f*~»‘-paper~attests~to that“fact" To say one is" taking'a developmental

approachlalso_leaves rocm’for considerable variationr i . jﬂ::

- . P

_~; 1This paper is organized aroundva set of questions that can- be

.'asked about any description of someone: else s practice. .One*queStion

,: .o \concerns the reasons for ttying to promote teacher development. - There

<

- - ;' - “dis- a- difference betwéen the ends of . development -and” the goals of .a

* Y] - W T e

%; g -*developmentalaapproach in teacher education. Theories don t have - Y
- SO . .

‘goals, peop1e do. The reason for trying to: promote a;particular ver-4A
‘ i = « go &3 — -

et " ., - sionof teacher development depends on whether .one values the goals =
¥ =

P o -xassociated with thaticonception. In other-words, one has to decide

%G R 5 o : | B

.‘—_:‘ ;.’ R ’ » 4 e

vhetherv pathy or: impact concerns or teacher autonomy are desirable ’°

]

characteristics of the mature professional, independent of whether they

v
Re

b4
e

H . . ' ~ ¢

C o occur in descriptions of changes in. teachers..‘
., . e N

: R - Even if one does not wart to. adopt the - ends of development -as
; , 5 K . ) .1 :
. o - » - L

‘ formulated by a. particular model or theory, the stage descriptions may

RS be helpful in‘thinking about how to work with teachers.- Knowing that
o v j )
: ,personal concerns about se1f-adequacy precede concerns about the. tasks T oL

- | * B ‘
! L

K —of teaching should aid educators in planning appropriate activities. -l

. Remembering that teachers can and -do -change gives us a perspective

2 -
* 4 - - . ¢
¢ s i . -

e . g
v - for looking -at’ their current ‘status. . .

- = R st

0 [ LR . .% - A ~ . s

There may also be worthwhile strategies to adopt independent of Ly
- . . o . i

their developmental justification. Helping teachers reflect on. their TR

;:f’ . experiences .and. providing support during times of change .may, be effec—

- - * . L4

i * - [ - .- & . .
« - . . 7 . o ‘. e - N -4
- - * . .
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R "“tive practices regardl‘eﬁssvof the developmental £tatus of :the learner.} - T,
. ‘;\ ' e . < .- :
* L Paying 'attent:lon to what:l~ teachers are motivaed to learn also makes :
- Food *sense.;- .'rhese .are. exmhples of good teaching whether.or not they -
» A ! - N
" promote teacher ‘developilient. - : o R
P - : . ’ - R
Yoo Pinally, the shift to teacher development may be seen as.a L. N ;
- . \ Areaction» to cert:ain conventional practices iln teacher -education.. “Just
. * ~ " o / - - [ .
- . as - the' child—centered movement: was partly a, response to previous author— -
* v . . . Y e s . f L
- ’itarian patterns in education, the change to a developmental perspective:‘
2 - in ,teacher' education -may be partly response to ‘the treatment of . e .
u‘k:‘, . - s . . ~ A . i - ~ . - - ' 5y
KRR e 'teachers ‘as, passive recipients ‘of professional knowledge and the den_ial' T
.vof :lndividual differences among teach'ers. Traditionally, teacher educa— ’ , ‘II N
i v "~ ‘ B T
~tion programs at both the preservice and inservice levels have assumed T
‘*"that what teachers th:lnk they need can be ignored. DeSpite their e l-\
! N differences, all the develo'p'mental approaches reviewed here pay atten- ' ;
% ) N ] - o ¢ 8 « o '
NP : tion t0- where teachers~ are to determine t:he appropriate starting , .
point for learning. Furthermore, they recognize that teachers do not '
t_‘ * ¢ x e RS ~ :
R constitute a homogeneous group and that meaningful teac_her education ;o .
L] “ . - ' ¥ . ot
ORI T - ; . e
R 00 austbe individualized. = . ‘ - : Co
e T ) ’ ) . [f=
LR y - There are. real limitations to: conventional practice in: teacher e
preducation. AdVOcates of developmental approaches highlight alterna- . . ¢
B tive assumptions and suggast motreé appropriate ways of working with T ,:
g:‘- I s -0 ’ /" o o . ) ¢ - ] ’ T < ;
cx R teachers; “In'e our «enthusias‘m forl ‘these correctives’, 'we ’should, not tura . I
3" ::(‘:}\ Wt - B !‘ - ) _[l; ": e .,‘ . "-,,.t.,-" ' _7‘:‘;‘:?
- ‘ their approaches. into: panaceas. . ¢ - , o e T
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